
Teaching and Teacher Education 138 (2024) 104425

Available online 2 December 2023
0742-051X/© 2023 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY-NC-ND license (http://creativecommons.org/licenses/by-
nc-nd/4.0/).

Research paper 

Do my students think I am racist? Effects on teacher self-efficacy, stress, job 
satisfaction and supporting students in culturally diverse classrooms☆ 

Sophie I.E. Hölscher a,*, Nadya Gharaei b, Maja K. Schachner a, Priscilla Krachum Ott a, 
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A B S T R A C T   

Schools are an important context of intergroup contact between culturally diverse teachers and students, where 
intergroup anxiety may occur. Using survey data from school teachers in Germany, this study aimed to extend 
research on intergroup anxiety by investigating the concern about appearing racist as a potential risk factor for 
teachers’ well-being and functioning in culturally diverse classrooms. The findings suggest that teachers who are 
more concerned about appearing racist also experience more stress and less self-efficacy teaching in culturally 
diverse classrooms. This can reduce their job satisfaction, and also affect their ability to support their students’ 
needs in the classroom.   

1. Introduction 

More than one third of students in Germany are of immigrant 
descent1 (37%, Statistisches Bundesamt, 2022), making schools an 
important setting of intergroup contact between teachers and students. 
However, teachers often have low levels of cultural diversity related 
self-efficacy and do not feel adequately prepared to work in culturally 
diverse schools (Gay, 2018). When interacting with students of a 
different cultural background than their own, teachers may be con
cerned that what they say or do may lead to their students perceiving 
and evaluating them as racist (Godsil & Richardson, 2017). This has 
been termed racial anxiety (Godsil & Richardson, 2017) or the concern 
about appearing racist (Tropp & Rucinski, 2022), and is a specific form 
of intergroup anxiety (Stephan, 2014). 

Beginning with research on US school desegregation in the 1980s 
(Stephan & Stephan, 1985), a large body of research focuses on the 
phenomenon that people feel more anxious and concerned when inter
acting with members of an “out-group” than with members of their 
“in-group” (for a review see Stephan, 2014). The concern about 

appearing racist is a specific form of intergroup anxiety that can occur 
both before and during intergroup interactions, and describes the worry 
that one will be perceived as racist (Godsil et al., 2014). In line with the 
notion of intergroup anxiety, previous US-based research has linked 
concern about appearing racist to physiological, affective, cognitive and 
behavioral consequences, such as physiological stress reactions, feelings 
of stress and anxiety, increased monitoring and vigilance, depleted 
cognitive resources, and fewer and lower-quality intergroup interactions 
(for a review, see Godsil & Richardson, 2017; Stephan, 2014). 

While there is a growing body of international research focusing on 
new challenges and opportunities that arise for teachers in culturally 
diverse classrooms (e.g., Dubbeld et al., 2019; Gay, 2018), and much 
research has established that intergroup contact can reduce intergroup 
anxiety in and outside of culturally diverse classrooms (Pettigrew and 
Tropp, 2008; Tropp & Rucinski, 2022), the concern about appearing 
racist as a specific form of intergroup anxiety and its impact on teachers 
and students have not been studied extensively yet. First research among 
teachers in the US has shown that the concern about appearing racist can 
result in negative experiences for teachers and students alike (Godsil 
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et al., 2014; Tropp & Rucinski, 2022). For example, a study by Harber 
et al. (2012) found that White teachers in the US are hesitant to give 
critical feedback to Black and Latinx students out of worry of coming 
across as racist, thus impeding their students’ growth by withholding 
necessary feedback for them to learn and improve. In the same vein, first 
results from Germany suggest that teachers’ concern about being or 
appearing prejudiced may lead them to include more positive and less 
negative comments on essays of ethnic minority students than their 
ethnic majority peers (Nishen & Kessels, 2022). 

Drawing on survey data from school teachers in Germany, the cur
rent study aims to investigate the affective consequences of the concern 
about appearing racist.2 International research has shown that cultural 
diversity related stress and self-efficacy are important facets of teachers’ 
affective experience in culturally diverse classrooms (e.g., Glock et al., 
2019; Gutentag et al., 2018). Studies from Europe, North America, 
Oceania and Israel show that stress and self-efficacy affect teachers’ 
quality of teaching and relationships with their students (Caprara et al., 
2003; Kyriacou, 1987; Skaalvik & Skaalvik, 2017). While stress impacts 
these outcomes negatively and can cause burnout in the long-term 
(Glock et al., 2019), higher self-efficacy levels of teachers have been 
associated with more effective teacher practices in the classroom (Zee & 
Koomen, 2016), better student educational outcomes (Tschannen-
Moran & Hoy, 2001), higher levels of job satisfaction, lower levels of 
stress, and less burnout (Klassen & Chiu, 2010). 

Due to the important implications teachers’ stress and self-efficacy 
have for their well-being and functioning in and outside of classrooms, 
in the present study we focus on how the concern about appearing racist 
is related to teachers’ affective experiences of stress and self-efficacy. 
Specifically, we examine cultural diversity related stress and self- 
efficacy, i.e. stress and self-efficacy with regard to teaching a cultur
ally diverse student body. We aim to (1) investigate whether concern 
about appearing racist is associated with more cultural diversity related 
stress and lower cultural diversity related self-efficacy; and (2) test a 
process model that extends research on intergroup anxiety from imme
diate affective consequences to more general indicators of teacher 
functioning, by investigating whether in turn more cultural diversity 
related stress and lower cultural diversity related self-efficacy are 
associated with less job satisfaction and teachers’ own assessment of 
providing less support of students’ psychological needs for relatedness 
and autonomy (for our conceptual model see Fig. 1). 

In the following, we first discuss the concern about appearing racist 
in the context of Germany and then argue for the expected associations 
in our conceptual model. We will first argue why we expect (1) concern 
about appearing racist to be related to cultural diversity related teacher 
outcomes, specifically cultural diversity related stress and self-efficacy. 
We will then argue, why we expect cultural diversity related stress 
and cultural diversity related self-efficacy to be related to more general 
indicators of teacher functioning, namely (2) job satisfaction, and (3) 
support of students’ relatedness and autonomy. 

1.1. Contextualization: Concern about appearing racist in Germany 

The current study aims to extend predominantly US-based research 
on a form of intergroup anxiety, the concern about appearing racist, to 
the German context. There are ongoing discussions on historical and 
contemporary racism in both the US and Germany, yet the way the 
discourse takes place differs in some ways. 

Due to Germany’s historical legacy of the Holocaust as a racially 
motivated genocide, explicit discussions of “race” go against prevalent 

social norms and the word “race” is only used in connection with the 
racial ideologies associated with the Holocaust (Juang et al., 2021). 
Consequently, the development of racial identities, as is common in the 
US, is less likely in Germany; individuals rather develop racialized 
identities based on other significant social categories such as heritage 
culture, migration status or religion (Juang et al., 2021). However, these 
racialized identities function similarly to race in the US, as groups are 
disadvantaged or privileged based on these racialized identities (Foner, 
2015). Accordingly, experiences related to race remain salient and are 
recognized by individuals and communities directly affected by racism 
in Germany, just as they are in the US. Nevertheless, it remains taboo to 
openly name and discuss race-related experiences in German main
stream society (Juang et al., 2021). 

Regarding the discourse on racism, Germany intensely focuses on 
racism in the context of the Holocaust, which results in racism being 
limited to a specific group of right-wing extremists in a specific period in 
the past. This downplays the continuing significance of race and dis
counts ongoing contemporary racism, as well as the social inequalities it 
produces (El & Fereidooni, 2016; Roig, 2017). Moreover, it leads to 
racism in Germany often being equated to being a right-wing extremist 
(Seiffge-Krenke & Haid, 2012). In contrast, the US openly discusses race 
and recognizes its contemporary salience, but often there is a lack of 
connection between racism of the past and the present. Both contexts 
hinder understanding about how the past influences present and future 
racism. 

While there are differences in how the discourse on race and racism 
takes place, Germany is part of the international discourse on racism and 
people are concerned about appearing racist. The Black Lives Matter 
movement that started in the US lead to widespread anti-racism protests 
also in Germany (Deutsche Welle, 2020), and lead to a discussion of the 
racist mass shooting incidents within Germany (Die Zeit, 2020). More
over, research from France, Italy and the Netherlands highlights the 
relevance of the concern about appearing racist for the European context 
(Bonnet, 2014; Bonnet & Caillault, 2015). In Germany, a study by the 
German Center for Integration and Migration Research shows that 53% 
of participants agree with the statement, that “nowadays you are labeled 
as a racist for every little thing” (DeZIM-Institut (Hg.), 2021), and un
derlines the importance of the concern about appearing racist also for 
the German context. 

In conclusion, Germany’s history that does not allow for the explicit 
discussion of “race”, as well as its framing of racism in right-wing 
extremist terms, make it difficult for teachers and students in Ger
many to engage in important discussions around race and racism (Roig, 
2017). Therefore, it is important to study teachers’ concern about 
appearing racist specifically in the German context, where people may 
want to avoid being labeled as racist even more than in other national 
contexts. 

1.2. Concern about appearing racist and cultural diversity related stress & 
self-efficacy 

In light of increasingly culturally diverse schools and strong norms of 
being non-racist in Germany, Europe and world-wide, concern about 
appearing racist may be becoming increasingly common amongst 
teachers. Given the importance of stress and self-efficacy in the school 
context, in the present study we examine the possible effects of the 
concern about appearing racist on cultural diversity related stress and 
self-efficacy of teachers. Specifically, we expect that teachers who are 
more concerned about appearing racist will experience more cultural 
diversity related stress and less cultural diversity related self-efficacy. As 
the concern about appearing racist, like other forms of intergroup anx
iety, can influence affect, cognition, physiology and behavior, the ex
pected effects can be derived from previous literature and explained by 
underlying mechanisms of cognition and attentional bias as well as 
fewer and lower quality intergroup interactions and avoidance. 

Concern about appearing racist may influence teachers’ cognition 

2 As intergroup anxiety can be experienced by anyone (Stephan, 2014) and in 
line with previous research (Tropp & Rucinski, 2022), we conceptualize the 
concern about appearing racist as something that not only White teachers can 
experience – but that any teacher (regardless of their background) can expe
rience in today’s diverse society. 
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and lead to attentional bias. Specifically, during interactions with stu
dents of different cultural backgrounds than their own, teachers may be 
worried about being perceived as racist by their students and may thus 
constantly assess whether their students are evaluating them negatively 
or not (Murphy & Taylor, 2012). Empirical evidence suggests, that 
attending to threatening cues may activate the cortisol stress response 
(van Honk et al., 2000) and may play a causal role in exacerbating both 
anxiety and subsequent stress (MacLeod et al., 2002). Additionally, the 
constant vigilance and monitoring causes cognitive depletion (Godsil & 
Richardson, 2017). In line with cognitive load theory (Sweller, 1988), 
studies from the US and Israel have shown that cognitive depletion not 
only increases stress, but also decreases self-efficacy (Bishara, 2021; 
Feldon et al., 2018). Therefore, teachers who are more concerned about 
appearing racist may pay more attention to negative cues in intergroup 
interactions with students, which may cause them to experience more 
cultural diversity related stress and less cultural diversity related 
self-efficacy. 

Additionally, concern about appearing racist has been linked to 
fewer and lower quality intergroup interactions and avoidance in the US 
(Godsil & Richardson, 2017) and in Italy (Stathi et al., 2020). Teachers’ 
expectations about how students may perceive them (i.e. as racist), may 
influence their behavior and in turn also their students’ behavior in a 
way that confirms teachers’ initial expectations (Self-fulling prophecy, 
Merton, 1948; Word et al., 1974). For example, when a teacher interacts 
with a student of a different cultural background than their own, the 
teacher’s fear of being perceived as racist may lead to non-verbal signals, 
such as an unfriendly verbal tone, avoiding eye-contact and physical 
distancing. These non-verbal signals may be perceived by the student as 
rejection based on their cultural background. In response, the student 
may send out non-verbal signals of discomfort - thereby confirming or 
even increasing the teacher’s fear of being perceived as racist. Thus, 
concern about appearing racist may lead to low(er) quality intergroup 
interactions or to the teacher avoiding intergroup contact altogether. 
Unfortunately, avoiding intergroup contact altogether prevents teachers 
from making positive intergroup experiences that are key for developing 
a greater sense of cultural diversity related self-efficacy (Bandura, 
1994). 

In summary, previous literature suggests that the concern about 
appearing racist may influence teachers’ everyday experiences in 
culturally diverse schools through cognition, attentional bias as well as 
fewer and lower quality intergroup interactions and avoidance. There
fore, we hypothesize that more concern about appearing racist is asso
ciated with more cultural diversity related stress (H1a) and lower 
cultural diversity related self-efficacy (H1b). 

1.3. Cultural diversity related stress, self-efficacy and job satisfaction 

In light of teacher shortages and increasing turnover rates across the 
globe, teacher job satisfaction has become a major concern in the 
educational context (Toropova et al., 2020). Teachers with low job 
satisfaction are more likely to leave their school and/or the profession in 
the long run (Dreer, 2021). Yet, little research has looked at how cultural 
diversity in school influences teachers’ job satisfaction (e.g. Briones 
et al., 2010) and to our knowledge no research has looked into how in 
particular the concern about appearing racist is linked to job satisfac
tion. In the present study, we expect concern about appearing racist to 
be negatively related to job satisfaction by ways of cultural diversity 
related stress and self-efficacy. 

Researchers have extensively studied the roles of stress and self- 
efficacy for job satisfaction (e.g., Collie et al., 2012). Not surprisingly, 
higher stress has been identified as a stable predictor of lower job 
satisfaction in Canadian and Norwegian teacher samples (Ferguson 
et al., 2012; Klassen & Chiu, 2010; Skaalvik & Skaalvik, 2007, 2011). 
Moreover, self-efficacy is linked to our need to feel competent (SDT; 
Ryan & Deci, 2000), and work needs to provide people with opportu
nities to feel and act competent for them to be satisfied with their job 
(Timms & Brough, 2013). Accordingly, research from Canada has shown 
that higher teacher self-efficacy is consistently associated with better 
psychological well-being, job commitment and job satisfaction (Collie 
et al., 2012; Klassen & Chiu, 2010). In line with this, a study by Caprara 
et al. (2003) found, that Italian high school teachers who felt that they 
were able to manage classroom difficulties and accomplish teaching 
tasks, reported greater value, happiness and satisfaction regarding the 
teaching profession. Taken together, we therefore hypothesize that more 
cultural diversity related stress (H2a) and less cultural diversity related 
self-efficacy (H2b) will be related to lower job satisfaction. 

1.4. Cultural diversity related stress, self-efficacy and support of student 
needs 

Much research has looked at the importance of teacher-student re
lationships, or how supportive teachers are of their students (for a meta- 
analysis, see Roorda et al., 2011). However, most research solely focuses 
on the valence of the teacher-student relationship and its effect on stu
dent outcomes. In our study, we extend current research by (1) focusing 
on the concern about appearing racist as a potential factor that may 
undermine teacher support of students via cultural diversity related 
stress and self-efficacy and (2) investigating teacher support concerning 
two universal human needs, specifically the needs for relatedness and 
autonomy (Nalipay et al., 2020; Ryan & Deci, 2000). 

Self-determination theory (SDT; Ryan & Deci, 2000) states that there 
are three basic needs: relatedness, autonomy and competence. 

Fig. 1. Path model of the current study.  
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Relatedness involves the desire for meaningful relationships with others, 
autonomy pertains to the need for self-direction in decision-making, 
while competence refers to feeling capable and effective in various en
deavors. All three needs have to be satisfied in order to have good 
psychological health and personal well-being (Ryan & Deci, 2000). 
However, research shows that teachers can support students’ need for 
competence through involvement (i.e. support for relatedness) and 
teaching strategies (i.e. support for autonomy) (Iglesias García et al., 
2020; Sierens et al., 2009; Skinner et al., 1990). This suggests that 
teachers’ support of students’ competence will be influenced by the 
concern about appearing racist via teacher support of relatedness and 
autonomy. Therefore, the following study focuses solely on teachers’ 
support of the needs for relatedness and autonomy. 

Relatedness plays an important role for students’ growth and aca
demic performance (Furrer & Skinner, 2003), and from the US to 
Indonesia, studies have linked support of relatedness with greater 
belonging, motivation, academic engagement and academic perfor
mance of students (Maulana et al., 2016; Ryan & Deci, 2000), making 
teacher support of relatedness a vital factor in students’ academic career 
and overall well-being. In addition, high support of student autonomy in 
the North American and European school contexts has been associated 
with more intrinsic motivation of students (Amoura et al., 2015; 
Sosic-Vasic et al., 2015), greater academic achievement (Taylor et al., 
2014) and well-being (Amoura et al., 2015; Soenens & Vansteenkiste, 
2010). Therefore, understanding whether concern about appearing 
racist could impede teacher support of students’ relatedness and au
tonomy in the school context by way of cultural diversity related stress 
and self-efficacy is of high relevance. 

Teachers can support their students’ need for relatedness by devel
oping high-quality teacher-student relationships through their inter
personal involvement with students (Ryan & Deci, 2000; Iglesias García 
et al., 2020). Yet, when teachers are experiencing lower levels of cultural 
diversity related self-efficacy and higher levels of cultural diversity 
related stress, the quality of interactions with their students likely suf
fers. For instance, research from Iran has shown that teachers with low 
self-efficacy are also more cynical towards their students (Khani & 
Mirzaee, 2015). Moreover, a study from Sweden shows, that when 
teachers experience stress, they are more likely to develop negative at
titudes towards and interactions with their students (Ramberg et al., 
2020). Lower self-efficacy and more stress are therefore likely associated 
with less positive student-teacher relationships. Thus, we expect lower 
cultural diversity related self-efficacy and higher cultural diversity 
related stress to undermine the need for relatedness in students. 

In addition to supporting students’ need for relatedness, teachers can 
support students’ need for autonomy by promoting their feelings of 
volition and control (Reeve et al., 2003), for instance, by allowing stu
dents to follow their interests or conveying the relevance of teaching 
content (Iglesias García et al., 2020). We argue that teachers who feel 
more self-efficacious and less stressed in today’s increasingly culturally 
diverse schools are also in a better position to support the autonomy of 
their students. Teachers with higher levels of self-efficacy and lower 
levels of stress are more likely to use autonomous teaching styles, while 
teachers with lower levels of self-efficacy and higher levels of stress are 
more likely to use controlling teaching styles (Zee & Koomen, 2016). 
This may be due to autonomy supportive teaching styles requiring more 
engagement form teachers (Braun et al., 2019; Larson et al., 2018) and 
being more resource-demanding (Skinner & Belmont, 1993). Therefore, 
it is likely that teachers experiencing more cultural diversity related 
stress and less cultural diversity related self-efficacy may use more 
controlling teaching styles as a coping response to regain control 
(Steptoe & Poole, 2016), thereby undermining students’ need for 
autonomy. 

In summary, we thus hypothesize that more cultural diversity related 
stress and less cultural diversity related self-efficacy will be associated 
with teachers’ own assessments of providing less support of students’ 
psychological needs for relatedness (H3a & H3b) and autonomy (H3c & 

H3d). 

1.5. The current study 

As more than one third of students in Germany are of immigrant 
descent (Statistisches Bundesamt, 2022), schools are an important 
setting of intergroup contact and possible intergroup anxiety between 
teachers and students. The current pre-registered study aims to add to 
research on a specific form of intergroup anxiety: the concern about 
appearing racist. We posit that the concern about appearing racist is as 
an important construct to understand both teacher and student func
tioning in culturally diverse classrooms. The current study extends 
predominantly US-based research on the concern about appearing racist 
to the German context, where race and racism, and the social in
equalities it produces, are usually not openly talked about and where 
people may want to avoid being labeled as racist even more than in other 
national contexts. Drawing on survey data from N = 584 school teachers 
in Germany, we test a process model that extends research on intergroup 
anxiety, and specifically the concern about appearing racist, from im
mediate affective consequences to more general indicators of teacher 
functioning. We expect that teachers who are more concerned about 
appearing racist experience more cultural diversity related stress (H1a) 
and lower cultural diversity related self-efficacy (H1b). In turn, we 
expect that more cultural diversity related stress and less cultural di
versity related self-efficacy are related to less job satisfaction (H2a & 
H2b) and to less teacher support of student relatedness and autonomy 
(H3a-d; Fig. 1). In addition, we will test for direct paths from concern 
about appearing racist to job satisfaction and to teacher support of 
student relatedness and autonomy, as well as for indirect paths via 
cultural diversity related stress and self-efficacy (mediation analyses). 

2. 2 Method 

2.1. Transparency and openness 

We report how we determined our sample size, all data exclusions, 
all manipulations and all measures relevant to this study, and we follow 
Journal Article Reporting Standards (JARS; Kazak, 2018). Hypotheses, 
method and analysis plan were pre-registered before the end of data 
collection (https://osf.io/f67u5/?view_only=7e32cfd4150e4e6e8 
1b76f8e128ffd01). The data had not been accessed by any of the col
laborators at the time of pre-registration. The data, materials and code 
that support the findings of this study are available from the corre
sponding author upon request. 

2.2. Participants 

Participants were teachers recruited via research seminars at a 
German university in the winter term 2020/21. As part of the seminars, 
pre-service teacher students participating in one of six seminar groups 
were required to contact a minimum of three in-service teachers in 
Germany to participate in our online survey. The in-service teachers 
were recruited through personal contacts of the students and invited to 
participate in an online questionnaire on cultural diversity in schools. 
Participation is the study was voluntary; the study participants gave 
their informed consent and could opt-out at any time. No imbursement 
for participation was given. Participants were required to teach in pri
mary or secondary schools in Germany at the time of data collection. 

The study sample included N = 584 school teachers (75% female, 
16% of immigrant descent) in Germany from all sixteen federal states, 
different regions and school types. Participants were between 23 and 65 
years old, with an average age of M = 43.75 years (SD = 11.93). Despite 
the over-representation of East-German teachers in the sample (78% 
East-German sample vs. 13% East-German teachers on the population 
level), the demographic distribution of age, gender, immigrant descent, 
school location, public school teachers, and school types in our sample 
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supports its representativeness for German teachers. For a detailed 
comparison of the sample and population demographics, please refer to 
Supplemental Material A. 

2.3. Materials and Procedure 

The online questionnaire was part of a larger study on teachers’ 
diversity-related beliefs and practices as well as general well-being and 
teaching-related outcomes. The questionnaire was drawn up in German. 
When validated translations of scales were not available, the given scale 
was translated into German by the principal investigators and discussed 
by a committee of bilingual experts to ensure that the translation 
captured the original meaning of the items. Moreover, the questionnaire 
was evaluated by over 100 pre-service teachers on relevance, clarity and 
comprehensiveness of items before data collection. Participants 
responded to all our continuous measures on a scale from 1 (’does not 
apply at all’) to 5 (’applies completely’). Internal consistency of scales 
was established using confirmatory factor analyses and coefficient 
omega was calculated as an indicator of reliability (McDonald, 1999). 
CFA results are only reported for non-established scales or where a 
single factor was initially not supported. An overview of all items per 
measure can be found in Supplemental Material B. 

Concern about appearing racist was measured with three items, (ω =
0.81; e.g., "I am concerned that students may think I am racist if I 
question students’ views"; Tropp, 2017). 

Cultural diversity related self-efficacy was measured with six items 
(ω = 0.84). Five items belonged to Schachner and colleagues’ (2015) 
scale of self-efficacy in multicultural classrooms (e.g. "I can adapt my 
teaching to the cultural diversity of the students"). We adapted the scale 
by adding one item of Civitillo et al.’s (2016) scale of self-efficacy to 
capture teacher-parent interactions: "I can communicate with parents of 
students whose mother tongue is not German". All items loaded on one 
factor, with factor loadings higher than 0.40. 

Cultural diversity related stress was measured with four items (ω =
0.79; e.g. "Dealing with students from different cultural backgrounds 
makes my job as a teacher more difficult", Civitillo et al., 2016; German 
adaptation of Tatar & Horenczyk, 2003). One item was dropped due to a 
factor loading smaller than 0.40. 

Job satisfaction was measured with three items (ω = 0.83; e.g. "I 
enjoy my work"; Collie et al., 2012). 

Teacher support of student relatedness and teacher support of stu
dent autonomy were measured using a shortened version of the Teacher 
as Social Context Questionnaire (TASC; Iglesias García et al., 2020), 
selecting the five items with the highest factor loadings in the original 
study for each scale. Exemplary items were "When the students in my 
classes are not performing according to their ability, I take time to help 
them" for teacher support of student relatedness (ω = .71), and "I 
encourage the students in my classes to think about how the subject 
matter might be useful to them" for teacher support of student autonomy 
(ω = 0.61). One additional item was dropped from the latter scale due to 
a factor loading smaller than 0.40. 

2.3.1. Covariates 
With regard to the teachers’ demographics, age, gender and immigrant 

descent were considered as potential co-variates. Immigrant descent of 
the teachers was determined based on whether they themselves or at 
least one parent or grandparent was born outside of Germany.3 As we 

know that intergroup contact can reduce intergroup anxiety and may 
therefore also reduce the concern about appearing racist (Pettigrew and 
Tropp, 2008; Tropp & Rucinski, 2022), we also considered teachers’ 
estimate of the percentage of students of immigrant descent they teach 
(slider between 0 and 100%) and the number of their intergroup friend
ships (open question) as potential covariates. 

2.4. Analytical Procedure 

IBM SPSS Statistics for Windows (Version 28.0) was used for data 
cleaning, all other analyses where conducted using RStudio (Rstudio 
Team, 2022). Missing data was imputed using predictive mean matching 
(mice package). Bayesian structural equation modelling (bSEM) was 
employed using the blavaan package. 

Prior to running the bSEM to test the hypothesized associations of the 
conceptual model, Bayesian correlations were run between the main 
study variables and possible covariates: age, gender, teachers’ immi
grant descent, percentage of students of immigrant descent, and inter
group friendships. Potential covariates that showed significant evidence 
of being correlated with the main study variables (Bayes factor greater 
than 1) were included as covariates in the bSEM. 

Noninformative priors were chosen to reflect a state of prior igno
rance regarding model parameters (Elster et al., 2015). In order to select 
significant bSEM associations, the credible intervals of regression co
efficients were assessed. The 95% credible interval is more intuitively 
interpretable than the frequentist confidence intervals, and shows that 
there is a 95% probability that these regression coefficients in the pop
ulation lie within the corresponding intervals (Kruschke, 2014). If 0 is 
not contained in the credibility interval it is likely there is an effect. 

Model fit was assessed using the Bayesian information criteria (BIC), 
the Bayesian root mean square error of approximation (BRMSEA), the 
Bayesian comparative fit index (BCFI), the Bayesian Tucker-Lewis index 
(BTLI), the Bayesian normed fit index (BNFI), and the Laplace approx
imation to the log-Bayes factor (Merkle & Wang, 2018). Model fit is 
generally considered good with BRMSEA below 0.06, and BCFI, BTFI 
and BNFI greater than 0.90. Lower values of the BIC indicate better fit. 
The Laplace approximation compares the marginal likelihood of the 
data under model 2 (the alternative hypothesis) with the marginal like
lihood of the data under model 1 (the null hypothesis). For the Laplace 
approximation, positive values favor the null hypothesis and negative 
values favor the alternative hypothesis. 

In addition to testing our hypotheses, mediation analyses assessed 
full or partial mediation from concern about appearing racist to job 
satisfaction and teacher support of student relatedness and autonomy 
via cultural diversity related stress and self-efficacy. Mediations were 
tested using the stanarm package in R. Results can be found in Supple
mental Material C. 

3. Results 

3.1. Descriptive results 

The range, means and standard deviations of our main study vari
ables are reported in Table 1. While overall teachers reported only a 

Table 1 
Descriptive statistics.   

Range M SD ω 

Concern about appearing racist 1–5 2.2 0.8 .81 
Cultural diversity related self-efficacy 1–5 3.5 0.6 .84 
Cultural diversity related stress 1–5 2.3 0.8 .79 
Job satisfaction 1–5 4.3 0.6 .83 
Teacher support of student relatedness 1–5 4.12 0.5 .71 
Teacher support of student autonomy 1–5 3.9 0.5 .61 
% of students of immigrant descent 0–100 14.9 19.9 – 
Intergroup friendships 0–100 2.6 6.1 –  

3 The questionnaire was drawn up before the Federal Government Expert 
Commission (2021) recommendation to no longer differentiate between third 
generation immigrants and other Germans. As we only used one item to ask 
whether the person themselves or at least one parent or grandparent was born 
outside of Germany, we were not able to differentiate between 1st, 2nd and 3rd 
generation immigrants and therefore include 3rd generation immigrants in our 
definition of teachers of immigrant descent. 
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moderate concern about appearing racist, this descriptive finding still 
suggests that this is an issue that teachers in Germany face. Furthermore, 
on average teachers were moderately stressed about cultural diversity, 
and indicated moderate levels of cultural diversity related self-efficacy. 
Overall, teachers reported high job satisfaction as well as high levels of 
supporting their students’ needs, both for relatedness and autonomy. 
The average estimated percentage of students of immigrant descent in 
the classroom and number of teachers’ intergroup friendships reflect 
that the teachers in our sample have some intergroup contact both 
outside and inside of school. 

An overview of the correlations between the main study variables 
and potential covariates can be found in Table 2. With regard to po
tential covariates, we found that a higher percentage of students of 
immigrant descent in class was associated with less concern about 
appearing racist and more cultural diversity related self-efficacy. In 
addition, having more intergroup friendships was related with less 
cultural diversity related stress and more cultural self-efficacy, job 
satisfaction and teacher support of students’ needs for relatedness and 
autonomy. In contrast, age, gender and the teachers’ own immigrant 
descent were not associated with any of our main study variables. Thus, 
only percentage of students of immigrant descent and intergroup 
friendship were included as covariates in the bSEM. 

3.2. Structural equation model – model fit 

The associations of the structural equation model (model 1) 
including standard deviation and credible intervals can be found in 
Supplemental Material D. In order to calculate incremental fit indices a 
default bSEM standard null model, the independence model, was fitted 
to the data and compared with subsequent models. However, model fit 
indices suggested that model 1 has an overall poor fit (Table 3). 
Therefore, a second model (model 2) including only the significant as
sociations of model 1 was computed. The same uninformative priors as 
in model 1 were used as to not bias the results of model 2. 

The BRMSEA indicates an acceptable fit and the BTLI, BNFI and BCFI 
a good fit for model 2 (Table 3). As BIC values of model 2 are smaller 
than those of model 1 and the null model (BICNull model = 29890.29), 
model 2 should be preferred over model 1 and the null model. This is 

also supported by the log-Bayes Factor, which indicates that while the 
null model is preferred over model 1, model 2 has a better fit than model 
1 and the null model. Therefore, model 2 not only has an acceptable to 
good model fit, it also describes the data better than the null model or 
model 1 – and was thus treated as our final model. The associations of 
our final structural equation model (model 2) including standard de
viations and credible intervals can be found in Table 4. 

3.3. Structural equation model – main results 

As seen in Fig. 2, regression coefficients showed that teachers’ 
concern about appearing racist was associated with more cultural di
versity related stress and less cultural diversity related self-efficacy, thus 
confirming our H1a and H1b. While there was no significant direct as
sociation between cultural diversity related stress and job satisfaction, 
disconfirming our H2a, more cultural diversity related self-efficacy was 
linked to higher job satisfaction in teachers, thus supporting our H2b. 
Our hypotheses that teachers who are less self-efficacious and feel more 
stress in relation to cultural diversity, are also less supportive of stu
dents’ needs for autonomy and relatedness were partly confirmed: More 
cultural diversity related stress was related to less teacher support of 
student autonomy, but unrelated to teacher support of student related
ness, thus supporting H3c but not H3a. More cultural diversity related 
self-efficacy was related to more teacher support of both student relat
edness and autonomy, supporting both H3b and H3d. 

3.4. Covariates 

With regard to our covariates, the results of the bSEM (model 2) 
show that teachers who had more students of immigrant descent in their 
class and more intergroup friendships also reported experiencing less 
concern about appearing racist, and more self-efficacy teaching in 
culturally diverse classrooms. In addition, more intergroup friendships 
were related to lower feelings of cultural diversity related stress in 
school. 

Table 2 
Bayesian correlation table of study variables.   

1. 2. 3. 4. 5. 6. 7. 8. 9. 10. 

r (BF) r (BF) r (BF) r (BF) r (BF) r (BF) r (BF) r (BF) r (BF) r (BF) 

1. Concern about appearing 
racist           

2. Cultural diversity related 
self-efficacy 

− .20 
(11095)          

3. Cultural diversity related 
stress 

.20 (5524) − .32 (1.10 
e+12)         

4. Job satisfaction − .04 (0.16) .18 (701) − .07 (0.48)        
5. Teacher support of 

relatedness 
− .21 
(16815) 

.41 (1.44 
e+21) 

− .20 (13877) .36 (4.65 
e+15)       

6. Teacher support of 
autonomy 

− .11 (3.17) .31 (1.06 
e+11) 

− .28 (2.46 
e+8) 

.19 (3936) .44 (3.68 
e+25)      

7. Age − .07 (0.33) .04 (0.17) .10 (0.51) .01 (0.12) .01 (0.12) .05 
(0.19)     

8. Gender − .05 (0.18) .04 (0.98) .04 (0.14) .06 (0.29) .20 (6941) .08 
(0.49) 

.09 
(0.73)    

9. Immigrant descent − .01 (0.10) .07 (0.37) − .01 (0.11) .01 (0.10) .06 (0.29) .04 
(0.14) 

− .06 
(0.22) 

.00 
(0.10)   

10. % Students of immigrant 
descent 

− .14 
(17.96) 

.21 (15968) − .00 (0.10) − .00 (0.10) .08 (0.76) .07 
(0.46) 

− .09 
(0.51) 

− .02 
(0.11) 

.03 
(0.14)  

11. Intergroup friendships − .09 (0.82) .20 (4962) − .13 (9.76) .09 (1.08) .13 (7.78) .13 
(6.48) 

− .15 
(8.01) 

− .05 
(0.17) 

.06 
(0.24) 

.09 
(1.09) 

Note. A BF greater than 1 indicates evidence for the H1 (there is an association between the two variables), while a BF lower than 1 indicates evidence for the H0 (there 
is no association). BF < 1/30 is strong evidence for the H0, BF < 1/10 is moderate evidence for the H0, and BF < 1/3 is weak evidence for the H0. BF > 3 is weak 
evidence for the H1, BF > 10 is moderate evidence for the H1, and BF > 30 is strong evidence for the H1. E + n denotes exponential notation, in which e (exponent) 
multiplies the preceding number by 10 to the nth power. 
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3.5. Mediation analyses 

Subsequent mediation analyses showed that cultural diversity 
related self-efficacy acted as a partial mediator between concern about 

appearing racist and teacher support of student relatedness and auton
omy. Moreover, mediation analyses showed that cultural diversity 
related stress acted as a full mediator between concern about appearing 
racist and teacher support of student autonomy. Finally, while more 
concern about appearing racist was related to lower cultural diversity 
related self-efficacy and lower cultural diversity related self-efficacy was 
related to less job satisfaction, self-efficacy did not mediate the rela
tionship between concern about appearing racist and job satisfaction. 

4. Discussion 

As cultural diversity is increasing in society and in schools around the 
world, teachers interact more frequently with students of different cul
tural backgrounds and may thus also experience intergroup anxiety 
more frequently. In light of this, using survey data from school teachers 
in Germany, we investigated possible consequences of teachers’ concern 
about appearing racist as one form of intergroup anxiety (Stephan, 
2014), which is particularly relevant in the school context. Specifically, 
we looked at the associations of concern about appearing racist with 
teachers’ cultural diversity related stress and self-efficacy, as important 
affective consequences of teachers in the school context. Furthermore, 
we examined more general indicators of teacher functioning, by inves
tigating whether in turn more cultural diversity related stress and lower 
cultural diversity related self-efficacy are associated with less job satis
faction and less support of students’ psychological needs for relatedness 
and autonomy. 

Results indicate that teachers’ concern about appearing racist when 
interacting with students is associated with negative outcomes for 
teachers themselves and the ability to support their students. As ex
pected, teachers who are more concerned about appearing racist expe
rienced more cultural diversity related stress (H1a) and less cultural 
diversity related self-efficacy (H1b). Furthermore, while cultural di
versity related stress was not related to less job satisfaction (H2a), 

Table 3 
Model fit indices and model comparison.   

Baseline model BRMSEA BTLI BCFI BNFI BIC log-Bayes Factor 

Model 1 Null model 0.00 0.23 1.00 0.29 29877.08 56.83 
Model 2 Null model 0.06 1.29 1.29 1.49 29822.99 − 1.80  

Model 1 0.06 1.38 1.40 1.70 29822.99 − 58.47  

Table 4 
Regression coefficients of the model 2, including only significant paths of model 
1.  

Regression Posterior 
estimate 

Posterior 
SD 

Credible 
interval 

Concern about appearing racist    
Percentage in of students with a 

migration background 
¡.07 0.03 [-.12; − .01] 

Intergroup friendships ¡.09 0.04 [-.18; − .01] 
Cultural diversity related self- 

efficacy    
Concern about appearing racist ¡.12 0.04 [-.19; − .05] 
Percentage in of students with a 

migration background 
.11 0.02 [.07 ; .16] 

Intergroup friendships .14 0.03 [.08 ; .20] 
Cultural diversity related stress    
Concern about appearing racist .19 0.06 [.08 ; .30] 
Intergroup friendships ¡.19 0.05 [-.29; − .10] 
Job satisfaction    
Cultural diversity related self- 

efficacy 
.20 0.05 [.11 ; .29] 

Teacher support of student 
relatedness    

Concern about appearing racist ¡.06 0.02 [-.10; − .02] 
Cultural diversity related self- 

efficacy 
.31 0.04 [.24 ; .39] 

Teacher support of student 
autonomy    

Cultural diversity related self- 
efficacy 

.31 0.05 [.22 ; .41] 

Cultural diversity related stress ¡.06 0.03 [-.12;-.01] 

Note. Significant paths are marked in bold. 

Fig. 2. Final Bayesian structural equation model (model 2). Note: Includes only significant associations of model 1 and controls for percentage of students of 
immigrant descent and intergroup friendships. Paths between main study variables are shown with arrows in bold. 
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teachers who felt less self-efficacious in culturally diverse classrooms, 
reported being less satisfied with their jobs (H2b). In regards to teacher 
support of student needs, cultural diversity related stress was not asso
ciated with support of students’ needs for relatedness (H3a). However, 
when teachers felt less self-efficacious in culturally diverse classrooms, 
they also reported supporting students’ needs for relatedness less (H3b), 
and self-efficacy mediated the relationship between more concern about 
appearing racist and less support of students’ needs for relatedness. 
Lastly, when teachers experienced more concern about appearing racist, 
they also supported students’ needs for autonomy less, which was 
mediated by an increase in cultural diversity related stress (H3c) and a 
decrease in cultural diversity related self-efficacy (H3d). 

Adding to previous mostly US-based research on the concern about 
appearing racist (Godsil & Richardson, 2017; Tropp & Rucinski, 2022), 
our study shows that the concern about appearing racist is also a worry 
for teachers in Germany, a context in which race and racism are dis
cussed mainly in the historical context of the Holocaust, and are not 
openly talked about as influencing present social inequalities. Further 
complementing US-based research on intergroup anxiety (Godsil et al., 
2014; Stephan, 2014), the concern about appearing racist is indeed 
linked to negative affective experiences of stress and self-efficacy for 
teachers in Germany. 

We add to the existing literature by showing that intergroup anxiety, 
and specifically the concern about appearing racist, is not just associated 
with an increase in general stress (Godsil & Richardson, 2017; Stephan, 
2014), but is linked to cultural diversity related stress and self-efficacy. 
Furthermore, we extend research on intergroup anxiety to include not 
only the immediate affective consequences (in the context of diversity), 
but show that these affective consequences can translate into more 
general issues of teacher functioning. International research has robustly 
shown that teachers’ stress and self-efficacy are important for both 
teachers’ own well-being as well as their students (Caprara et al., 2003; 
Gutentag et al., 2018; Klassen & Chiu, 2010; Kyriacou, 1987; Tschan
nen-Moran & Hoy, 2001). The importance of stress and self-efficacy as 
relevant conditions for teachers and students could be replicated in the 
current study by showing implications for job satisfaction and teacher 
support of student needs. 

Our study also adds to the growing body of literature showing that 
contrary to popular belief, it is not cultural diversity itself that nega
tively affects teachers, but rather their evaluations and perceptions of 
cultural diversity in the classroom and the worries associated with it (e. 
g. Gutentag et al., 2018). When teachers react to cultural diversity with 
worries of being evaluated as racist by their students, this evaluation 
rather than the presence of cultural diversity per se can have negative 
affective consequences such as increased stress and reduced 
self-efficacy, eventually affecting their functioning in the job as evi
denced by lower job satisfaction and lower teacher support of student 
needs. Furthermore, our results suggest that the more students of 
immigrant descent teachers teach, the less they are concerned with 
appearing racist and the more culturally related self-efficacious they 
feel. Taken together, these findings are in line with intergroup contact 
theory (Allport, 1954; Pettigrew & Tropp, 2008) and research on the 
benefits of diversity in schools (Graham, 2018), showing that cultural 
diversity per se does not negatively affect teachers but on the contrary, is 
associated with positive outcomes. As classrooms are getting more 
diverse, this is an important finding relating to teachers experiences in 
the classroom and the evaluation of cultural diversity in schools. 

Although contradictory to our expectations only cultural diversity 
related self-efficacy and not stress was related to job satisfaction, this 
further highlights the importance of self-efficacy for general teacher 
functioning and job satisfaction in particular. Indeed, previous research 
also found that self-efficacy predicts job satisfaction over and above 
stress (Caprara et al., 2003). However, taken together, our research 
findings suggest that concern about appearing racist and its associations 
with stress, self-efficacy and job satisfaction play a role in why teachers 
today are experiencing high levels of burn-out and early retirement in an 

increasingly diverse school context (Dubbeld et al., 2019; Glock et al., 
2019; Gutentag et al., 2018). 

Furthermore, besides associations with teacher outcomes, concern 
about appearing racist is also linked with less teacher support of student 
autonomy through more cultural diversity related stress and less 
culturally diversity related self-efficacy, and to less teacher support of 
student relatedness through less cultural diversity related self-efficacy. 
This indicates that when experiencing more stress and lower self- 
efficacy out of concern about appearing racist, teachers may have 
more negative interactions and relationships with students (Godsil & 
Richardson, 2017) as well as use more controlling than autonomy sup
portive teaching practices in the classroom (Zee & Koomen, 2016). This 
can have detrimental effects on students, such as decreased student 
well-being, motivation, and academic achievement (Deci & Ryan, 2000, 
2008; Soenens & Vansteenkiste, 2005, 2010). 

Contradictory to our expectations, concern about appearing racist 
was not related to teacher support of student relatedness via increased 
cultural diversity related stress. This association suggests that while 
experiencing cultural diversity related stress, teachers do not perceive 
the student-teacher relationship to suffer. Teachers report being able to 
preserve a good relationship with their students even when they are 
under stress, and that they are still able to support the need for relat
edness in students. This is in line with another study, that shows that 
teachers may even show more warmth towards their students when 
experiencing stress or burnout (Bottiani et al., 2019). This could suggest 
that teachers who experience stress may exhibit ’compensating’ 
behavior, such as more warmth and care towards students. In contrast, 
most research with teacher data (e.g. Khani & Mirzaee, 2015; Skaalvik & 
Skaalvik, 2017) and teacher and student data (e.g. Ramberg et al., 2020) 
has shown, that teacher stress leads to lower-quality relationships with 
students. It is possible, that our findings, as well as those by Bottiani 
et al. (2019), are a result of an overestimation of teachers, as both 
studies include only self-assessments of teachers. Teachers have been 
found to evaluate the relationship to their students more positively than 
the students themselves. For example, a study by Brekelmans et al. 
(2011) with over 6000 Dutch teachers and reports of one class of their 
students each, shows that 66% of teachers overestimate the quality of 
their relationship with their students. 

In sum, these findings highlight the need for more studies on inter
group anxiety and specifically the concern about appearing racist in the 
school context as it may have detrimental consequences for teachers and 
students. Concern about appearing racist appears to be associated with 
immediate affective consequences for teachers in Germany in the 
context of diversity, namely decreased diversity related self-efficacy and 
increased diversity related stress, which are important teacher out
comes. These may translate into more general issues of teacher func
tioning, specifically teachers being less satisfied with their jobs and 
being less able to support students’ needs. 

4.1. Limitations and future research 

Our study has some methodological limitations. First, our cross- 
sectional questionnaire study does not allow us to make any causal 
claims concerning the direction of effects. For example, it would be 
important to verify that concern about appearing racist reduces cultural 
diversity related self-efficacy, rather than a lack of cultural diversity 
related self-efficacy leaving teachers concerned about appearing racist. 
Moreover, many theorized associations (and their directionality) are 
based on physiological and behavioral processes, which we were not 
able to assess using a survey. To address this shortcoming, future 
research should investigate longitudinal relations amongst these vari
ables, as well as use additional experimental methods, in order to 
investigate the underlying processes, that we expect explain the asso
ciations between concern about appearing racist and other outcomes. 
This could include measuring teachers’ physiological stress via salivary 
cortisol levels or using video observations to capture teacher-student 
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interactions in situations in which they are concerned vs. not concerned 
about appearing racist. Longitudinal and experimental studies can also 
provide knowledge on where to initiate effective interventions to break 
the chain from, for instance, being more concerned about appearing 
racist to lower teacher self-efficacy or support of student needs. 

However, as stated earlier, the concern about appearing is related to 
(negative) feedback loops (Godsil & Richardson, 2017), where prior 
intergroup experiences and cognition (e.g. attentional bias, self-efficacy) 
likely influences the concern about appearing racist, and the concern 
about appearing racist also influences future intergroup experiences and 
cognition. This suggests that longitudinal studies would find 
bi-directional relationships between the concern about appearing racist 
and cultural diversity related self-efficacy, in which it is most effective to 
intervene with a two-pronged approach targeting both the reduction of 
the concern about appearing racist, as well as boosting cultural diversity 
related self-efficacy. 

Another limitation of this study is that measures of teacher support of 
student needs showed only acceptable (rather than good) reliability. 
Future research should thus use the long version of the TASCQ measure 
(Iglesias García et al., 2020) to test which items work best in the German 
context or use an alternative measure with better reliability in this 
context. 

Additionally, this study only measured teachers’ own assessment on 
how they were supporting student needs for relatedness and autonomy. 
Going beyond teacher perceptions and controlling for teachers’ possible 
overestimation of the quality of the relationship with their students, 
future research should assess to what extent the students themselves 
perceive that their need for relatedness and autonomy is supported by 
their teacher and whether these student perceptions are linked to 
teacher-reported concerns about appearing racist. Moreover, it would be 
important to investigate whether the impact of the concern about 
appearing racist on teachers’ support of student needs vary between 
students based on their immigrant descent. If teachers experience more 
concern about appearing racist when interacting with students of 
immigrant descent and thus support students of immigrant descent less 
than their peers, this can negatively impact their well-being and aca
demic engagement, and further widen the achievement gap between 
students of different cultural backgrounds (Harber et al., 2012). 

Lastly, our sample includes teachers from all sixteen German federal 
states and is representative for German teachers in regards to most de
mographic features. Due to the location of the principal investigators 
there is an over-representation of East-German teachers in the sample. 
Yet, as intergroup anxiety and its consequences describe general psy
chological processes not limited to specific cultures or countries (Ste
phan, 2014), we do not expect our results to differ between teachers 
from East- and West-Germany. 

4.2. Implications for reducing concern about appearing racist 

A promising avenue for future research to influence the school ex
periences of teachers and thus address their concern about appearing 
racist may be positive intergroup contact (Allport, 1954). There is a 
robust line of research showing that positive intergroup contact in and 
outside the school context is an important intervention point to alleviate 
intergroup anxiety (Godsil et al., 2014; Godsil & Richardson, 2017; 
Stephan, 2014), as it enhances knowledge about the other group, re
duces anxiety about future intergroup contact, and increases perspective 
taking and empathy (Pettigrew & Tropp, 2008). Research on intergroup 
anxiety has found, that having outgroup friends, i.e. frequent and mostly 
equal status intergroup contact, is related to lower anxiety (Stephan, 
2014). This is also supported by the findings from the current study, 
indicating that more intergroup friendships are associated with lower 
levels of concern about appearing racist. Thus, positive intergroup ex
periences, also beyond the somewhat hierarchical contact they have 
with their students, may play a key role in reducing teachers’ concern 
about appearing racist. 

In line with this, incorporating more intergroup contact into teacher 
training and the education system could be a powerful tool to reduce 
concern about appearing racist in teachers. This could be done either 
through mandatory internships in culturally diverse schools (Emma
nuel, 2005), promoting studying abroad more within teacher education 
(Sharma, 2020), or thought exercises in which positive intergroup 
contact is imagined (Di Bernado et al., 2017). More opportunities for 
intergroup contact of teachers would also exist if educational segrega
tion was reduced already at school level, and also if there were more 
teachers of color. In Germany, students of immigrant descent are un
derrepresented in the academic school track, in universities, and only 
8% of teachers in Germany are of immigrant descent (Statistisches 
Bundesamt, 2022). By desegregating school systems, but also tackling 
educational inequality and promoting the teacher profession amongst 
students of color and/or of immigrant descent, teachers would have 
more intergroup contact throughout their studies at school and univer
sity, as well as amongst their teacher colleagues, and not only through 
contact with students at culturally diverse schools. 

Furthermore, restructuring teacher training at university and beyond 
could also change the contextual factors influencing intergroup contact 
(Stephan, 2014) and further decrease teachers’ concern about appearing 
racist. A lack of familiarity with the context and feelings of uncertainty 
were found to be important situational factors that can increase inter
group anxiety (Stephan, 2014); and, from previous research we know 
that teachers often do not feel adequately prepared to teach in culturally 
diverse schools (Gay, 2018). Therefore, including more content about 
cultural diversity in the training for (pre-service) teachers, may reduce 
teachers’ concern about appearing racist. For example, a study by Avery 
et al. (2009) found that intergroup anxiety was reduced in structured 
interactions with clearly defined roles and expectations. When teachers 
enter intergroup contact situations feeling adequately prepared, this 
may also lead to more positive intergroup contact, which in turn could 
further reduce their concern about appearing racist (Pettigrew & Tropp, 
2008; Stephan, 2014). Thus, by addressing cultural diversity in teacher 
trainings, the personal experiences of teachers and contextual factors of 
intergroup contact could be changed to further reduce the concern about 
appearing racist. 

However, eliminating the concern about appearing racist may not be 
the only solution. Our measure of concern about appearing racist does 
not investigate whether teachers are concerned about appearing racist 
out of genuine concern of harming someone or out of fear of being 
labeled racist. Future research should look into the underlying reasons 
as to why teachers are concerned about appearing racist, and whether 
the reasons qualify the negative impact this concern can have on, for 
instance, how stressed or self-efficacious teachers feel in culturally 
diverse classrooms. To some extent, concern about appearing racist may 
reflect that teachers are aware of racism and that they could (uninten
tionally) engage in racist acts; and, such an awareness for racism among 
teachers matters for addressing and combating racism in schools and 
society (Heberle et al., 2020). 

Therefore, understanding the reasons behind being concerned about 
appearing racist may help design interventions to change concern about 
appearing racist from a destructive worry that negatively influences 
teacher well-being, job satisfaction and teacher-student interactions, 
into a constructive motivation to challenge structural racial inequities in 
our school systems. Changing teachers attitudes and related cognitions 
on topics of racism, bias and White privilege may reduce the negative 
consequences of the concern about appearing racist (Stephan, 2014), 
without eliminating the concern itself. One promising field may be 
research on critical consciousness, which shows that greater awareness 
on topics of White privilege and racism can translate into constructive 
motivation to challenge racial inequities, such as greater support for 
affirmative action (for a review, see Heberle et al., 2020). This is com
plimented by research on intergroup anxiety, which has shown that 
programs for enhancing the awareness of implicit bias, including dis
cussing concerns regarding the effects of bias as well as strategies to 
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reduce bias, managed to successfully reduce implicit racial prejudice 
(Devine et al., 2012). Discussing the effects of implicit bias and learning 
anti-racist teaching strategies (e.g. grading anonymously) may conse
quently lessen teachers concern about appearing racist by increasing 
their self-efficacy in culturally diverse classrooms, while simultaneously 
reducing teaching practices that enhance educational inequities. 
Therefore, openly talking about structural racism and consequently also 
talking about concerns about appearing racist may help bypass its 
detrimental effects and channel it into actions against racism and 
structures of inequality in our school systems. 

5. Conclusion 

In conclusion, our findings highlight the importance of studying 
concern about appearing racist also in school contexts where race and 
racism are not openly discussed, such as Germany, as they may 
contribute to social inequities in society today. The study sheds light on 
how intergroup anxiety could have immediate affective consequences 
for teachers in the context of diversity, which could translate into more 
general issues of teacher functioning. Further research is needed to 
deepen our understanding of the specific mechanisms and long-term 
consequences associated with the concerns about appearing racist; 
such research would provide valuable insights into how this concern can 
potentially impact teachers and students and allow for the development 
of targeted strategies to mitigate its detrimental effects. Desegregating 
our school systems and reducing barriers preventing people of color 
and/or of immigrant descent from becoming teachers, can create more 
opportunities for positive intergroup contact on both student and 
teacher level. This, in turn, could potentially reduce concerns about 
appearing racist and help support both teachers’ well-being and stu
dents’ needs. Moreover, it is important to educate teachers on topics of 
White privilege and racism and create spaces to talk about the concern 
about appearing racist. Only then can we fully understand and utilize 
the concern about appearing racist in a productive way to become aware 
of and dismantle racism and systemic inequalities in the classroom and 
society. 
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onitor-Studie_Rassistische-Realitäten_Wie-setzt-sich-Deutschland-mit-Rassismus- 
auseinander.pdf. 

Di Bernardo, G. A., Vezzali, L., Stathi, S., Cadamuro, A., & Cortesi, L. (2017). Vicarious, 
extended and imagined intergroup contact: A review of interventions based on 
indirect contact strategies applied in educational settings. TPM - Testing, 
Psychometrics, Methodology in Applied Psychology, 24(1), 3–211. 

Die Zeit. (2020). March 3 This is our home. Retrieved from https://www.zeit.de/gesellsch 
aft/2020-02/racism-hanau-attack-far-right-violence-statements-english. 

Dreer, B. (2021). Teachers’ well-being and job satisfaction: The important role of positive 
emotions in the workplace. Educational Studies. https://doi.org/10.1080/ 
03055698.2021.1940872 

Dubbeld, A., de Hoog, N., den Brok, P., & de Laat, M. (2019). Teachers’ attitudes towards 
multiculturalism in relation to general and diversity-related burnout. European 
Education, 51, 16–31. https://doi.org/10.1080/03055698.2021.1940872 

El, M., & Fereidooni, K. (2016). Racism experienced by teachers of color in Germany: 
Racialization and hierarchical positioning. In C. Schmidt, & J. Schneider (Eds.), 
Diversifying the teaching force in transnational contexts (pp. 127–136). Sense 
Publishers.  

Elster, C., Klauenberg, K., Walzel, M., Wübbeler, G., Harris, P., Cox, M., Matthews, C., 
Smith, I., Wright, L., Allard, A., Fischer, N., Cowen, S., Ellison, S., Wilson, P., 
Pennecchi, F., Kok, G., van der Veen, A., & Pendrill, L. (2015). A guide to Bayesian 
inference for regression problems. Deliverable of EMRP Project NEW04 “Novel 
Mathematical and Statistical Approaches to Uncertainty Evaluation”. https://www.ptb. 
de/emrp/fileadmin/documents/nmasatue/NEW04/Papers/BPGWP1.pdf. 

Federal Government Expert Commission. (2021). Shaping our immigration society 
together: Federal Government Expert Commission on the framework for sustainable 
integration. Federal Government Commissioner for Migration, Refugees and Integration. 
https://www.xn-fachkommission-integrationsfhigkeit-x7c.de/fk-int/dokumente. 

Feldon, D. F., Franco, J., Chao, J., Peugh, J., & Maahs-Fladung, C. (2018). Self-efficacy 
change associated with a cognitive load-based intervention in an undergraduate 
biology course. Learning and Instruction, 56, 64–72. https://doi.org/10.1016/j. 
learninstruc.2018.04.007 

Ferguson, K., Frost, L., & Hall, D. (2012). Predicting teacher anxiety, depression, and job 
satisfaction. Journal of Teaching and Learning, 8(1), 27–42. 

Foner, N. (2015). Is Islam in Western Europe like race in the United States? Sociological 
Forum, 30(4), 885–899. https://doi.org/10.1111/socf.12199 

Furrer, C., & Skinner, E. (2003). Sense of relatedness as a factor in children’s academic 
engagement and performance. Journal of Educational Psychology, 95(1), 148–162. 
https://doi.org/10.1037/0022-0663.95.1.148 

Gay, G. (2018). Culturally responsive teaching: Theory, research, and practice. Teachers 
College Press.  

S.I.E. Hölscher et al.                                                                                                                                                                                                                           

https://doi.org/10.1016/j.tate.2023.104425
https://doi.org/10.1016/j.tate.2023.104425
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref1
https://doi.org/10.1024/1421-0185/a000156
https://doi.org/10.1037/a0016208
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref4
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref4
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref4
https://doi.org/10.1080/08856257.2021.1911521
https://doi.org/10.1080/1369183X.2013.847358
https://doi.org/10.1080/01419870.2014.970566
https://doi.org/10.1080/01419870.2014.970566
https://doi.org/10.1016/j.jsp.2019.10.002
https://doi.org/10.1016/j.jsp.2019.10.002
https://doi.org/10.1007/s12671-018-096
https://doi.org/10.1007/s12671-018-096
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref10
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref10
https://doi.org/10.5093/tr2010v26n2a3
https://doi.org/10.5093/tr2010v26n2a3
https://doi.org/10.1037/0022-0663.95.4.821
https://doi.org/10.25656/01:12595
https://doi.org/10.1037/a0029356
https://doi.org/10.1207/S15327965PLI1104_01
https://doi.org/10.1037/0708-5591.49.1.14
https://doi.org/10.1016/j.jesp.2012.06.003
https://www.rassismusmonitor.de/fileadmin/user_upload/NaDiRa/CATI_Studie_Rassistische_Realit&auml;ten/DeZIM-Rassismusmonitor-Studie_Rassistische-Realit&auml;ten_Wie-setzt-sich-Deutschland-mit-Rassismus-auseinander.pdf
https://www.rassismusmonitor.de/fileadmin/user_upload/NaDiRa/CATI_Studie_Rassistische_Realit&auml;ten/DeZIM-Rassismusmonitor-Studie_Rassistische-Realit&auml;ten_Wie-setzt-sich-Deutschland-mit-Rassismus-auseinander.pdf
https://www.rassismusmonitor.de/fileadmin/user_upload/NaDiRa/CATI_Studie_Rassistische_Realit&auml;ten/DeZIM-Rassismusmonitor-Studie_Rassistische-Realit&auml;ten_Wie-setzt-sich-Deutschland-mit-Rassismus-auseinander.pdf
https://www.rassismusmonitor.de/fileadmin/user_upload/NaDiRa/CATI_Studie_Rassistische_Realit&auml;ten/DeZIM-Rassismusmonitor-Studie_Rassistische-Realit&auml;ten_Wie-setzt-sich-Deutschland-mit-Rassismus-auseinander.pdf
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref19
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref19
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref19
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref19
https://www.zeit.de/gesellschaft/2020-02/racism-hanau-attack-far-right-violence-statements-english
https://www.zeit.de/gesellschaft/2020-02/racism-hanau-attack-far-right-violence-statements-english
https://doi.org/10.1080/03055698.2021.1940872
https://doi.org/10.1080/03055698.2021.1940872
https://doi.org/10.1080/03055698.2021.1940872
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref23
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref23
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref23
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref23
https://www.ptb.de/emrp/fileadmin/documents/nmasatue/NEW04/Papers/BPGWP1.pdf
https://www.ptb.de/emrp/fileadmin/documents/nmasatue/NEW04/Papers/BPGWP1.pdf
https://www.xn-fachkommission-integrationsfhigkeit-x7c.de/fk-int/dokumente
https://doi.org/10.1016/j.learninstruc.2018.04.007
https://doi.org/10.1016/j.learninstruc.2018.04.007
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref27
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref27
https://doi.org/10.1111/socf.12199
https://doi.org/10.1037/0022-0663.95.1.148
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref30
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref30


Teaching and Teacher Education 138 (2024) 104425

11

Glock, S., Kleen, H., & Morgenroth, S. (2019). Stress among teachers: Exploring the role 
of cultural diversity in schools. The Journal of Experimental Education, 87(4), 
696–713. https://doi.org/10.1080/00220973.2019.1574700 

Godsil, R. D., & Richardson, L. (2017). Racial anxiety. Iowa Law Review, 102(5), 
2235–2264. 

Godsil, R. D., Tropp, L. R., Goff, P. A., & Powell, J. A. (2014). Addressing implicit bias, 
racial anxiety, and stereotype threat in education and health care. The Science of 
Equality, 1, 1–90. 

Graham, S. (2018). Race/ethnicity and social adjustment of adolescents: How (not if) 
school diversity matters. Educational Psychologist, 53, 64–77. https://doi.org/ 
10.1080/00461520.2018.1428805 

Gutentag, T., Horenczyk, G., & Tatar, M. (2018). Teachers’ approaches toward cultural 
diversity predict diversity-related burnout and self-efficacy. Journal of Teacher 
Education, 69(4), 408–419. https://doi.org/10.1177/0022487117714244 

Harber, K. D., Gorman, J. L., Gengaro, F. P., Butisingh, S., Tsang, W., & Ouellette, R. 
(2012). Students’ race and teachers’ social support affect the positive feedback bias 
in public schools. Journal of Educational Psychology, 104(4), 1149–1161. https://doi. 
org/10.1037/a0028110 

Heberle, A. E., Rapa, L. J., & Farago, F. (2020). Critical consciousness in children and 
adolescents: A systematic review, critical assessment, and recommendations for 
future research. Psychological Bulletin, 146(6), 525–551. https://doi.org/10.1037/ 
bul0000230 

van Honk, J., Tuiten, A., van den Hout, M., Koppeschaar, H., Thijssen, J., de Haan, E., & 
Verbaten, R. (2000). Conscious and preconscious selective attention to social threat: 
Different neuroendocrine response patterns. Psychoneuroendocrinology, 25(6), 
577–591. https://doi.org/10.1016/S0306-4530(00)00011-1 

Iglesias García, M. T., Maulana, R., Fernández García, C. M., & García Pérez, O. (2020). 
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Pädagogische Psychologie der Deutschen Gesellschaft für Psychologie. Paper 
presented at the 15. 

Seiffge-Krenke, I., & Haid, M. L. (2012). Identity development in German emerging 
adults: Not an easy task. New Directions for Child and Adolescent Development, 2012 
(138), 35–59. https://doi.org/10.1002/cad.20021 

Sharma, S. (2020). A poststructural analysis of study abroad as teacher preparation 
pedagogy: Thinking through theory for generative practice. Theory Into Practice, 59 
(3), 310–320. https://doi/10.1080/00405841.2020.1740018. 

Sierens, E., Vansteenkiste, M., Goossens, L., Soenens, B., & Dochy, F. (2009). The 
synergistic relationship of perceived autonomy support and structure in the 
prediction of self-regulated learning. British Journal of Educational Psychology, 79, 
57–68. https://doi.org/10.1348/000709908X304398 

Skaalvik, E. M., & Skaalvik, S. (2007). Dimensions of teacher self-efficacy and relations 
with strain factors, perceived collective teacher efficacy, and teacher burnout. 
Journal of Educational Psychology, 99(3), 611–625. https://doi.org/10.1037/0022- 
0663.99.3.611 

Skaalvik, E. M., & Skaalvik, S. (2011). Teacher job satisfaction and motivation to leave 
the teaching profession: Relations with school context, feeling of belonging, and 
emotional exhaustion. Teaching and Teacher Education, 27(6), 1029–1038. https:// 
doi.org/10.1016/j.tate.2011.04.001 

Skaalvik, E. M., & Skaalvik, S. (2017). Teacher stress and teacher self-efficacy: Relations 
and consequences. In T. McIntyre, S. McIntyre, & D. Francis (Eds.), Educator stress. 
Aligning perspectives on health, safety and well-being (pp. 101–125). Springer. https:// 
doi.org/10.1007/978-3-319-53053-6_5.  

Skinner, E. A., & Belmont, M. J. (1993). Motivation in the classroom: Reciprocal effects 
of teacher behavior and student engagement across the school year. Journal of 
Educational Psychology, 85(4), 571–581. https://doi.org/10.1037/0022- 
0663.85.4.571 

Skinner, E. A., Wellborn, J. G., & Connell, J. P. (1990). What it takes to do well in school 
and whether I’ve got it: A process model of perceived control and children’s 
engagement and achievement in school. Journal of Educational Psychology, 82, 
22–32. https://doi.org/10.1037//0022-0663.82.1.22 

Soenens, B., & Vansteenkiste, M. (2005). Antecedents and outcomes of self-determination 
in 3 life domains: The role of parents’ and teachers’ autonomy support. Journal of 
Youth and Adolescence, 34(6), 589–604. https://doi.org/10.1007/s10964-005-8948- 
y 

Soenens, B., & Vansteenkiste, M. (2010). A theoretical upgrade of the concept of parental 
psychological control: Proposing new insights on the basis of self-determination 
theory. Developmental Review, 30(1), 74–99. https://doi.org/10.1016/j. 
dr.2009.11.001 

Sosic-Vasic, Z., Keis, O., Lau, M., Spitzer, M., & Streb, J. (2015). The impact of motivation 
and teachers’ autonomy support on children’s executive functions. Frontiers in 
Psychology, 6, 146. https://doi.org/10.3389/fpsyg.2015.00146 

Stathi, S., Pavetich, M., Di Bernardo, G. A., Cadamuro, A., Cocco, V. M., & Vezzali, L. 
(2020). Intergroup fears and concerns among minority and majority groups: 
Implications for contact and attitudes. Journal of Community Psychology, 48(3), 
1010–1027. https://doi.org/10.1002/jcop.22322 

Statistisches Bundesamt (Destatis). (2022). Bevölkerung und Erwerbstätigkeit: Bevölkerung 
mit Migrationshintergrund – Ergebnisse des Mikrozensus, 1(2.2), 2021. 

Stephan, W. G. (2014). Intergroup anxiety: Theory, research, and practice. Personality 
and Social Psychology Review, 18(3), 239–255. https://doi.org/10.1177/ 
108886831453 

Stephan, W. G., & Stephan, C. W. (1985). Intergroup anxiety. Journal of Social Issues, 41, 
157–175. https://doi.org/10.1111/j.1540-4560.1985.tb01134.x 

Steptoe, A., & Poole, L. (2016). Control and stress. In Stress: Concepts, cognition, emotion, 
and behavior (pp. 73–80). Academic Press.  

Sweller, J. (1988). Cognitive load during problem solving: Effects on learning. Cognitive 
Science, 12(2), 257–285. 

Tatar, M., & Horenczyk, G. (2003). Diversity-related burnout among teachers. Teaching 
and Teacher Education, 19(4), 397–408. https://doi.org/10.1016/S0742-051X(03) 
00024-6 

Taylor, G., Jungert, T., Mageau, G. A., Schattke, K., Dedic, H., Rosenfield, S., & 
Koestner, R. (2014). A self-determination theory approach to predicting school 
achievement over time: The unique role of intrinsic motivation. Contemporary 
Educational Psychology, 39(4), 342–358. https://doi.org/10.1016/j. 
cedpsych.2014.08.002 

Timms, C., & Brough, P. (2013). “I like being a teacher”: Career satisfaction, the work 
environment and work engagement. Journal of Educational Administration, 51(6), 
768–789. https://doi.org/10.1108/JEA-06-2012-0072 

S.I.E. Hölscher et al.                                                                                                                                                                                                                           

https://doi.org/10.1080/00220973.2019.1574700
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref32
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref32
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref33
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref33
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref33
https://doi.org/10.1080/00461520.2018.1428805
https://doi.org/10.1080/00461520.2018.1428805
https://doi.org/10.1177/0022487117714244
https://doi.org/10.1037/a0028110
https://doi.org/10.1037/a0028110
https://doi.org/10.1037/bul0000230
https://doi.org/10.1037/bul0000230
https://doi.org/10.1016/S0306-4530(00)00011-1
https://doi.org/10.5093/psed2019a15
https://doi.org/10.1080/15283488.2021.1932901
https://doi.org/10.1080/15283488.2021.1932901
https://doi.org/10.1037/amp0000263
https://doi.org/10.1080/01443410.2014.981510
https://doi.org/10.1037/a0019237
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref44
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref44
https://doi.org/10.1080/001318887029020
https://doi.org/10.1007/s12310-018-9250-y
https://doi.org/10.1007/s12310-018-9250-y
https://doi.org/10.1037/0021-843X.111.1.107
https://doi.org/10.1007/s40299-016-0282-5
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref49
https://doi.org/10.3758/s13423-016-1016-7
https://doi.org/10.2307/4609267
https://doi.org/10.2307/4609267
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref52
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref52
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref52
https://doi.org/10.1016/j.adolescence.2019.12.009
https://doi.org/10.1016/j.adolescence.2019.12.009
https://doi.org/10.1007/s11218-021-09674-3
https://doi.org/10.1007/s11218-021-09674-3
https://doi:10.1002/ejsp.504
https://doi.org/10.1080/00313831.2019.1623308
https://doi.org/10.1080/00313831.2019.1623308
https://doi.org/10.1037/0022-0663.95.2.375
https://doi.org/10.1037/0022-0663.95.2.375
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref58
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref58
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref58
https://doi.org/10.3102/0034654311421793
https://doi.org/10.3102/0034654311421793
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref60
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref60
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref60
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref61
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref61
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref61
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref61
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref61
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref61
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref61
https://doi.org/10.1002/cad.20021
https://doi/10.1080/00405841.2020.1740018
https://doi.org/10.1348/000709908X304398
https://doi.org/10.1037/0022-0663.99.3.611
https://doi.org/10.1037/0022-0663.99.3.611
https://doi.org/10.1016/j.tate.2011.04.001
https://doi.org/10.1016/j.tate.2011.04.001
https://doi.org/10.1007/978-3-319-53053-6_5
https://doi.org/10.1007/978-3-319-53053-6_5
https://doi.org/10.1037/0022-0663.85.4.571
https://doi.org/10.1037/0022-0663.85.4.571
https://doi.org/10.1037//0022-0663.82.1.22
https://doi.org/10.1007/s10964-005-8948-y
https://doi.org/10.1007/s10964-005-8948-y
https://doi.org/10.1016/j.dr.2009.11.001
https://doi.org/10.1016/j.dr.2009.11.001
https://doi.org/10.3389/fpsyg.2015.00146
https://doi.org/10.1002/jcop.22322
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref74
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref74
https://doi.org/10.1177/108886831453
https://doi.org/10.1177/108886831453
https://doi.org/10.1111/j.1540-4560.1985.tb01134.x
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref77
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref77
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref78
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref78
https://doi.org/10.1016/S0742-051X(03)00024-6
https://doi.org/10.1016/S0742-051X(03)00024-6
https://doi.org/10.1016/j.cedpsych.2014.08.002
https://doi.org/10.1016/j.cedpsych.2014.08.002
https://doi.org/10.1108/JEA-06-2012-0072


Teaching and Teacher Education 138 (2024) 104425

12

Toropova, A., Myrberg, E., & Johansson, S. (2020). Teacher job satisfaction: The 
importance of school working conditions and teacher characteristics. Educational 
Review, 73(1), 71–97. https://doi.org/10.1080/00131911.2019.1705247 

Tropp, L. R. (2017). How White teachers navigate racial diversity in their classrooms: The 
roles of contact and racial anxiety [Conference presentation]. In Resilience of racism 
Conference. Oakland: sponsored by the Equal Justice Society.  

Tropp, L., & Rucinski, C. L. (2022). How implicit racial bias and concern about appearing 
racist predict K-12 teachers’ race talk with students. Social Psychology of Education. 
https://doi.org/10.1007/s11218-022-09715-5 

Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive 
construct. Teaching and Teacher Education, 17(7), 783–805. https://doi.org/10.1016/ 
S0742-051X(01)00036-1 

Welle, D. (2020). George Floyd killing spurs fresh protests across Europe. Retrieved from htt 
ps://www.dw.com/en/george-floyd-killing-spurs-fresh-protests-across-europe/a- 
53706536. 

Word, C. O., Zanna, M. P., & Cooper, J. (1974). The nonverbal mediation of self-fulfilling 
prophecies in interracial interaction. Journal of Experimental Social Psychology, 10, 
109–120. https://doi.org/10.1016/0022-1031(74)90059-6 

Zee, M., & Koomen, H. M. (2016). Teacher self-efficacy and its effects on classroom 
processes, student academic adjustment, and teacher well-being: A synthesis of 40 
years of research. Review of Educational Research, 86(4), 981–1015. https://doi.org/ 
10.3102/0034654315626801 

S.I.E. Hölscher et al.                                                                                                                                                                                                                           

https://doi.org/10.1080/00131911.2019.1705247
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref83
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref83
http://refhub.elsevier.com/S0742-051X(23)00413-4/sref83
https://doi.org/10.1007/s11218-022-09715-5
https://doi.org/10.1016/S0742-051X(01)00036-1
https://doi.org/10.1016/S0742-051X(01)00036-1
https://www.dw.com/en/george-floyd-killing-spurs-fresh-protests-across-europe/a-53706536
https://www.dw.com/en/george-floyd-killing-spurs-fresh-protests-across-europe/a-53706536
https://www.dw.com/en/george-floyd-killing-spurs-fresh-protests-across-europe/a-53706536
https://doi.org/10.1016/0022-1031(74)90059-6
https://doi.org/10.3102/0034654315626801
https://doi.org/10.3102/0034654315626801

	Do my students think I am racist? Effects on teacher self-efficacy, stress, job satisfaction and supporting students in cul ...
	1 Introduction
	1.1 Contextualization: Concern about appearing racist in Germany
	1.2 Concern about appearing racist and cultural diversity related stress & self-efficacy
	1.3 Cultural diversity related stress, self-efficacy and job satisfaction
	1.4 Cultural diversity related stress, self-efficacy and support of student needs
	1.5 The current study

	2 2 Method
	2.1 Transparency and openness
	2.2 Participants
	2.3 Materials and Procedure
	2.3.1 Covariates

	2.4 Analytical Procedure

	3 Results
	3.1 Descriptive results
	3.2 Structural equation model – model fit
	3.3 Structural equation model – main results
	3.4 Covariates
	3.5 Mediation analyses

	4 Discussion
	4.1 Limitations and future research
	4.2 Implications for reducing concern about appearing racist

	5 Conclusion
	Declaration of competing interest
	Data availability
	Appendix A Supplementary data
	References


